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FOREWORD

Few persons would deny that there has been more discussion of
school desegregation than of any other issue at every level of American
life — within the family, the neighborhood, and within local, state
and national governmental agencies. Until only a few years ago the pro-
tagonists and the antagonists had little basic research upon which to base
their arguments for or against desegregation; the primary sources of
support appeared to be the same for either group, i.e., legal, moral or
philosophical. But during the period, 1958-68, while the public and
private debates were being held throughout the country, a number of
researchers designed experimental studies to test the myriads of hypotheses
attendant to school desegregation {(e.g. mixing white and Negro children
in school will result in a lowering of academic standards, white children DT
will not receive as good an educaticn as in the past, Negro children will S
become more hostile to whiteg because of frustration over not being able
to compete successfully in the desegregated classroom. or higher
achievement by all students can be expected in desegregated schools,
etc.). Such research efforts continue to increase in number and quality, - \
and they are providing the foundation upon which justifiable educational '
postures can be constructed.

The contribution of the author, through this report of an assessment

of the research on desegregation conducted to date, ic unquesticnably a
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"benchmark'" in the field. The evaluation of research on desegregation
reported herein will be useful to educational researchers, to students of
the process of change, to school officials as they reorganize curricula
for instructional purposes, and tc those persons who plan pre-service
and in—sérvice preparation programs for teachers.

The evaluation of the research represents the work and the interpre-
tations of the author, and does not necessarily represent the Phi Delta
Kappa Commission on Education, Human Rights, and Responsibilities or
that of the fraternity in general; however, the Comm'iséion is pleased to
have been associated with Mr. Weinberg in the production of this impor-
tant book. This book was prepared under the sponsorship of the
Commission on Education, Human Rights, and Responsibilities of Phi
Delta Kappa and was supported by a grant from the U. S. Office of Educa-

tion, which, however, assumes no responsibility for the content.
i

— James H. Bash
For the Commission
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CHAPTER I

INTRODUCTION

"t is not enough to believe in equality," writes De Vos, "we

must see what science can say further about it. nl The present work is

an attempt to see what "science says'" about the educational consequences

of school desegregation.

Two decsdes ago, the present work could not have been written;

there just wasn't that much desegregation to study. Since then, social

practice has overtaken the scholars. Today, sufficient desegregation

has occurred so that scholars have a surfeit of experience to study.

Unfortunately, however, the scholars now lag behind the reality. In 1966,

a Federal official in charge of desegregation enforcement activities re-

plied to a congressional inquiry as to the existence of research on

desegregation: '"The basic problem is there are very few researchers

that want to work on it for some reason, but it is a very real problem. n2

Nevertheless, considerable research has been done. Much of

it remains unpublished or is circulated only within narrow circles of

experts. The present volume is the first book-length review of the field;

a number of excellent reviews of research have appeared that encompass

parts of the field or shorter peridds.

A clarification of key terms would seem to be in order. These

are: segregation, desegregation, integration, and deprivation.

-1 -
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For purposes of this study the term segregation is defined as a

R W

socially-patterned separation of people, with or without explicit sanction.

' The legal distinction between de facto and de jure segregation has not

1

been found to be of any consequence in studying the impact of segregation .
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upon children. The essential mark of a segregated school is not the
pressure of a certain ethnic mixture although a number of practical

measures of the mixture have been offered by students of the problem.

Fundamentally, a school is segregated when the community comes to
view the school in its nature to be inferior and unsuitable for privileged
children. For example, a school is segregated whenever it becomes
known as a '"Negro school." The stigma imposed upon the school by
, - T the community makes it segregated; virtually always, a stigmatized
school will be deprived of an equal share of community resources inas-

much as the control of the resoureces, too, is socially-patterned.

A S . Lo If a school is considered by the community to be adequate for

minority children but not for majority children, that school is segregated. )

‘A pragmatic test of this distinction is easily applied to what is often

called "reverse busing,' i.e., the busing of white children {0 a pre-

5 _"\\ o S dominantly Negro school. White parents most frequently -- and at times

e B

3 Bl i with justification -- object that the transfer would result in their children

being placed in a poor school with a negative effect on their learning. The

significant point is not the accuracy of the white complaint but the tacit

. assumptiza by whites that the same contention does not apply to the Negro ¥

children. - _ -




The term desegregation is defined as the abolition of social practices

that bar equal access to opportunity or that bar equal access to the "main-

stream of American life." The effort is to create new patterns of interaction

-

by altering the organizational and administrative structures that contribute

to segregation. Desegregation is thus a matter than can be effectuated

through administrative measures. It needs only to be decided, and it can
be done; its success does not require certain gualitative types of children
or teachers or administrators.

The significance of desegregation is missed, however, if we

characterize it as '"moving bodies." To be sure the attendance of Negro

and white children in = common school is the most obvious feature of

desegregation. It is psychological naivete to imagine that such attendance

in a race-conscious society is without consequence for the students in-

volved. The research results reported in the present work suggest that

the consequences are pervasive, profound, and complex.

The term integration is defined as the realization of equal op-

portunity by deliberate cooperation and without regard to racial or other

social barriers. The concept of integration stresses realization of equal

opportunity: '"Education which is equally bad for everyone is not inte-

grated education; it simply skimps educational opportunity in like manner

for all. Thus, integrated education of low quality is a contradiction in

terms. nl

In an integrated school, individual differences would bear no stigma
as it became clear that these were not social differences in disguise.

-3 -
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Students, teachers, and administrators would cease making invidious
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comparisons as differences ceased being stigmatic. Acceptance; mutual
respect, and cooperation are the tempers of an integrated school. |
The term deprivation is defined as the socially-patterned with- - }
holding of educational opportunity from selected groups of persons. Ref- ‘
erence is to a group pattern and not to isolated deprived persons. The s
concept of deprivation implies withheld advantage and this would seem to
be more adequately conceived as a group phenomenon. Deprivation and :
privilege are opposites, even though the privilege be merely the right to
attend a white school that is only slightly less inferior than the Negro
school. Segregaiion has, of course, often been used to allocate oppor- }} L
tunities among the deprived as well as the privileged; indeed, it is a & |
question whether it has ever been used for anything else. Problems of

deprivation are compounded by consideration of race and class, All the

deprived, more or less, are also segregated. But for Negroes, race is

an additional depréssive factor. "
In the present work are examined studies which shed light on the

experience of children in desegregated schools. Ideally, such a study

would compare the achievement or other characteristics of individual

children both "before and after' desegregation. Forces that impinge

on desegregation -~ such as social class or region or residence -- could

be controlled while racial composition of the schoci or the classroom

were varied. Unfortunately, attempting to separate the influence of social
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class from race is sometimes as difficult as separating the red from the

white in pink.

Only a few researchers have distinguished between a desegregated

and a transitional school. The latter type is an all-white school in the pro-

cess of becoming a predominantly Negro school; whereas a desegregated

school is characterized by a stable interracial student body. Obviously,

RO -

P

the setting in the transitional school is highly unfavorable to constructive

and productive student relations. Confusion of the two types of inter-

racial schools is not uncommmon.

S PO

p NG I, S

Negro children usually appear in the desegregation process as pas-

sive partners in learning. They are the ones who are transferred or

bused. They are the ones who, if at all, receive special services in the

new school. Yet, the passivity is only apparent. Under conditions of

- change, their self-awareness is aroused. How does the Negro child add

up these experiences? What happens to have self-conception? Is he

overwhelmed by new challenges and driven to self-depreciation? These

are some of the leading issues of desegregation research reviewed here.

Another set of problems revolves around the topic of academic

achievement by chilren of sharply differing socioeconomic levels. Much

of the recorded desegregation has not been of the type that would draw to-

gether such students. In many cases, the socioeconomic status of Negro

and white is similar. It is perhaps of more interest, however, to observe

contrasting cases. A related problem is the impact of busing on achieve-

ment. Inasmuch as busing of physically handicapped or of geographically '

e

ey
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isolated children has not been known to affect achievement, it is of interest

to see if the same holds for interracial busing. A final problem of interest

is the impact of ability grouping or academic tracing on achievement. As
we will see, this is a topic well worth the study.

How do Negro and white students get on as schoolmates? In class
sessions, in extra-curricular activities, in informal socializing, the
racial factor is at work. The real question is whether and to what extent
desegregation has overcome it. Can desegregation ook forward to more
than civility between children of different ethnic groups? Teachers are
another dimension of the desegregation situation. To what extent have
they played a leadership role, following or lagging.behind dominant com-
munity opinion?

Desegregation concerns ethnic minorities other than Negroes. A
sampling of studies of Mexican-American and Indian-American children
in desegregation situations are examined. In some ways, the burdens of
being a minority child in a white-centered culture are common to these
children and to Negro children. Poverty and powerlessness are poor
preparation for equal—status contact. On the other hand, cultural dif-
ferences distinguish the minority children. Indian Americans are not,
that is, Red Negroes.

It is curious how little reaches the pages of formal studies of the
daily life and attitudes in Negro-American communities.. Numerous
studies are made of white attitudes toward Negroes, of reactions of whites
to the prospect of school desegregation, or of strategies for changing

-6 -
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white attitudes. Negro life is thus viewed as a resultant of other forces.
rather than an autonomous factor in its own. In Chapter 7 are brought
together the findings of a number of studies that may help the reader
bring a certain coherence to the subject.
While an entire chapter is devoted to an examination of the factual
basis of the anti-desegregation position, two topics are not discussed:
(1) whether Negroes have an inferior intelligence by birth, and (2)
whether the U.S. Supreme Court had an adequate scientific basis for
the Brown decision in 1954. Endless controversy surrounds both points.
The present writer has never seen evidence that convinces him of the in-
born inferiority of any race of people; full-lenth explorations of the
quesion can be found elsewhere. Both quesions -- "inferior" intelligence
and the 1954 ruling -- are quite irrelevant to the present concern. In this
work the central question is: Desegregation occurred; what were the results?
Veblen once wrote: ''So it is something of a homiletical common-
place to say that the outcome of any serious research can only be to make
two questions grow where one question grew before. nl And so in the
present case, as well. Research into desegregation has gone far beyond
the simplicities of single qtieries and replies. It is, however, a matter
of some personal gratification to note that the proliferous progress of

research supports confidence in the creative potentials of our fellow men.
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CHAPTER II

DESEGREGATION AND ACADEMIC ACHIEVEMENT

How has racial desegregation affected academic achievement? To

answer this question, a number of empirical inguiries into actual class-

room desegregation are reviewed and presented in this chapter. The

-

findings of each study are reported and, if it is an extensive study, an as-
sessment is made of its procedure and method. From time to time indications
are made of the interrelations of two or more studies. Special attention is
paid the emergence of certain central questions in the history of desegrega-

tion research.

What is a study? Any scholarly attempt to discover the truth about

Tl
>

5N

a subject. In this connection, scholarship means careful and disciplined

T

M
-

inquiry rather than formal behavior said to be peculiar to universities.

e

P

i

i .
B Accordingly, this chapter deals with a very broad range of studies,
‘ many of them academic in origin, but some not.
N £ First, a group of studies is considered which report on academic
; achievement under racially segregated conditions. Second, several
studies are examined in which the situations are bi-racial but which
) exhibit no special concern for stimulating desegregation. Third, the
" 4 heart of the chapter, a group of more or less controlled studies of
.
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desegregated situations are presented. This section represents the most
extensive examination of its kind. Fourth, a few studies of busing are
analyzed. And fifth, some summary statements are made about the re-

search value of various formal program evaluations that were conducted

in New York City.
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I. Learning Under Segregated Conditions

Around the time of the 1954 Supreme Court desegregation deci-

sion, numerous school systems started to publish achievement test

scores of Negro and white students. Without exception, the results
showed a very large gap between the two. These discrepancies, it
should be recalled, existed after more than a half century of a theoretical
"'separate-but-equal'' national school policy.

During 1953-1954, the Texas Association of School Administrators

surveyed achievement of eighty percent of that state's school children.

"In most cases," it was reported,’ "the achievement of white pupils as

measured by standard test scores was very satisfactory; most Negro
pupils were pel;forming unsatisfactorily when judgments were made

on the basis of tests. nl In 1950, a survey in Dade County, Florida,
of arithmetic achievement by eighth graders found white children ahead

of naticnal norms while Negro children lagged by two years. 2 Negro

sixth graders in Nashville were more than two years behind white students 7

in overall achievement. 3
In the North, the situation was far from satisfactory. During
1954, for example, Ferguson and Plaut surveyed the senior classes

of thirty-two public high schools in eleven northern states. Outof a

total of 10, 388 seniors, about a third -- 3,337 -- were Negroes. Only

24 of these 3, 337 were in the upper quarter of their class and could

JAFulText Provided by enic [Ré
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offer the necessary minimum number of college admission units. ! In
New York City, during November, 1959, half of all seventh-grade pupils
were reading more than two years below level;2 a majority of these
children were Negroes and Puerto Ricans. Four years later, over
eighty percent of sixth graders in Central Harlem schools were reading
below level. 3 Landers has reported that in 1966 - ''the typical Central
Harlem student in grade 5 was retarded one year and one month. nd

In 1960, Kennedy and his associates surveyed a large sample
of Negro children in the southeastern states. They found the mean IQ
to be 80.7, as contrasted with a '"mormal" score of 100. 5 Further,
the older the group, the lower the IQ. Five year-olds had a mean IQ
of 86 while thirteen year-olds averaged only 65. Achievement as
measured by standardized group tests was found to follow this pattern
of progressive relative decline. A restudy, five years later, found the
pattern to be undisturbed. IQ trends remained as they had been and
achievement declines continued so that ''the amount of retardation at
the teqth-grade level is quite severe. n6

Evidence is contradictory as to the universality among Negro
youth of progressive relative declines in 1Q.

In Central Harlem during 1964, median I Q scores declined

somewhat as follows:7
Grade Median I Q
3 90.6
6 86.3
8 87.7

-12 -
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A year earlier, Schreiber characterized '"the average Harlem child':
"In grade 3, his I Q score is a little below 100; in grade 6, it is in the
low 90's; in grade 8, it is in the low 80's. nl

Two studies fail to support the thesis of progressive relative
decline.

Harris and Lovinger followed the record of I Q scores for 80
Negro students in New York City. The difference between the first-
grade and the ninth-grade means of the same children (97.6 and 96. 0)
was not statistically significant. 2 Scott studies the I @ recoxrd of 65
Negro students in Chicago and found that mean I Q had fallen between

3

first and ninth grades from 93. 06 to 89.92. While statistically signi-

ficant (at the five percent level), this difference is very small indeed;

in addition, two different I Q tests were used between grades and one

cannot therefore make too much of this relatively small change. The

T e
s S

Harris and Lovinger and the Scott studies are truly longitudinal, i.e.,
the subjects are the same ones during the periods of comparison. On
the other hand, the studies that argue for the universality of progres-
sive relative decline are cross-sectional, i.e., the subjects are
different ones along the continuum and so changes in any of them are

not, in fact, recorded. Sometimes this distinction is difficult to
discover. Deutsch and Brown, for example, assert about their sample,
that "'within the Negro lower-class, there is a consistent decrement in

I Q level from the first to fiith grade. i It would seem that they are not

speaking of the same children over a period of five years.

-13 -
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While the career of I Q scores may be indeterminate, this is far
from the case when it comes to the matter of academic achievement.
There is an almost universally acknowledged drop in academic achieve-
ment among Negro school children as they "progress" in school. Whether
the research procedure is longitudinal or cross-sectional, the result is
the same. Harris and Lovinger found that their subjects -- whe had not
lost in I Q scores -- nevertheless lagged one and a half years behind the
achievement norm for seventh grade.

Long found the same to be true in a study of Washington, D.C. Negro
third graders. 1 "The signs indicate,' according to Long, '"that there is a
tendency in our groups for scores in intelligence and achievemeﬁt to vary
inversely ... . One must consider the possibility of accounting for the
difference in terms of environment or miseducation. n2

In the main, the low I Q and achievement scores of Negro children
just reviewed have occurred in.a context of segregation. Does attendance
at racially mixed schools bring about any changes in I Q and achievement?
The remainder of this chapter deals with this question. In the next part
we examine studies and/or reports of bi-racial school situations which
are reviewed for their unplanned effect, if any, on Negro learning. In
the third part, we analyze the findings of controlled research studies of
desegregation and the effects upon learning.

II. Learning in Bi-Racial School Situations

In 1913, Mayo made a study of the school grades of Negro and
white students in two New York City high schools. While he found no

-14 -
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very great differences between ihe two groups, nevertheless he reported:
"Relative retardation ... would seem to be characteristic of the high school
colored group ... . The colored pupils are about three-quarters as efficient
as the whites in the pursuit of high school studies. nl Yet, white students
were more likely to become dropouts. 2

Witty and Decker studied Negro and white achievement in the schools
of Coffeyville, Kansas. 3 The sample included 1, 725 white and 220 Negro
students. The latter scored consistently lower on a batter of achievement
tests. The smallest gap, however, was 6n a test of history and literature.
The researchers remarked: "The success of the children upon this test sug-
gests that the Negroes studied must be functioning far below capacity in many
school subjects. n

Crowley compared Negro achievement in segregated and non-segregated
r i * schools in Cincinnati. ° Two groups of 55 Negro children were selected from
two segregated and four non-segregated schools.‘ The groups were equated as
to grades, age, mental age, and I Q scores. Students w2re not specifically - J
matched by socioeconomic measures although Crowley stated that ''the school
records and social histories indicated that the groups were equé.ted in respect
tc ... social status ... ."6 A battery of standard achievement tests was ad-
ministered. Students in the non-segregated schools scored significantly
’ | higher in writing and spelling. In the remaining tests, no significant dif-
ferences. were, found.

A study of the Portland, Oregon high schools divided Negro and non-

Negro students according to grades and the racial and social composition of

-15 -
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the elementary schools they had a.tended. Seniors who had earned a grade-

point average of ""C'"' or higher were classified as follows:1

Students Racial and social composition of elementary school
25 percent Lower- Middle- High-
g or more 5-24%  income income income T
¢ Negro Negro white white white
Negro 32% 38% 8% 33% 0
Non-Negro 70% 69% 70% 76% 85%

The study concluded that Negro achievement was benefited by attendance at
schools with relatively more whites and middle-class students. This con-

clusion seems best supported with respect to the learning benefits of |

attendance at middle-class rather than lower-class white schools. The

difference between schools of varying racial percentages does not seem

to be of unquestioned significance. Finally, the study is based on classroom E

\ grades rather than objective test scores and is for that reason alone to

: be treated cautiously. , ’
»

\ Clark and Plotkin studied the academic record of 519 Negro students

who had been helped financially through integrated colleges by the National

Scholarship Service and the Fund for Negro Students. These 519 students
\f\ had attended college during 1952 and 1956. Their college aptitude, as

. . measured by SAT, was below the average of the national college population;
yet, significantly more of them completed college with at least average
grades than did the general college population. 2 Clark and Plotkin stress
that "the academic performance of these students is far beyond the level ]
that would be indicated by such predictive devices as college board scores,
family income, and educational background. n3

v
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Negro students from southern high schools earned nigher college
grades than did graduates of northern high schools. The researchers
suggest four alternative explanations without supporting or rejecting

- any: (1) northern high schools are inferior, (2) southern students are

[

more highly motivated, (3) some kind of intellectual selectivity among
southern high school students, or (4) a combination of these factors.
Whatever the reason, however, these students are undoubted examples of
Negroes who were able to function satisfactorily under the same intel-
lectual standards as white youth. Nor did educational success leave
them without racial identification. Still, they were a highly select group.
Bindman studied a considerably less select group. These were

154 males of the 326 Negro students on the main campus (Urbana) of

the University of lllinois. 1 Nearly half the larger total was composed

;.‘ of graduates of Chicago high schools. As in the case of the Clark-Plotkin

’ sample, the University of Illinois Negro students were performing aca-
demically at a higher level than could have been predicted by precollege
i

test scores. Unlike the Clark-Plotkin sample, however, these students

‘ were twice as likely as white students to be marginal performers. 2

> ‘ Only about one-sixth of the 154 Negro students were able to earn a
"C4'" average and thus remain in good standing in most university

£ curricula. 3

Student performance at the university seemed unrelated either

to socio-economic background or to having attended a predominantly

-17 -
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Negro high school. Bindman discovered that Negro students from more

advantaged homes were not better prepared. 1 Some seventy percent
of the students fell below the fiftieth percentile of all students enrolled
in their department. To Bindman, this indicated that ''students from
both 'integrated' and predominantly Negro high schools came inade-
quately prepared for college. n2 At no level of academic performance
were the records of Negro students distinguishable from one another
on the criterion of having attended segregated or presumably non-
segregated sclools. 3

The dynamics of poor Negro scholastic performance were
described by Bindman as essentially a social-psychological process
of on-campus alienation. This phenomencn is examined in greater
detail in the next chapter.

Johnson and his colleagues studied the academic adequacy of
Chicago high schools from which University of Illinois Negro and white
students graduated. They compared grade-point averages earned at the

university (at the Chicago Circle campus) with the racial composition

of the high school. Here is a summary of this finciing:4

Race of Grade Point Average of Students Graduating From:

Students Predominantly white Predominantly Negro
high school high school

Negro 2.78 2.45

White 3.40 2.75

Thus, those Negro and white students performed better who had come

from a perdominantly white high school. (It should be kept in mind that

&
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the basic data in this study are grade-point averages which do not bear

great weight when drawing fine distinctions betv:een groups of students. }

The Bindman and Johnson studies are consistent in that Negro

"3
% f\,
3!

i}

¥

2

i

students were shown to be distinctly unprepared to function adequately
at the university. In fact, Johnson's data permit the observation that
the white students were only somewhat less unprepared. White students
from white high schools averaged a little less than a "middle-C'" while

the Negro students from such schools earned a '"D+' average.

A T T T T

Johnson also found that the Negroes and whites who earned the
highest grade-point averages had graduated from a single integrated

i high school. This finding was not inconsistent with his main findings.

; An unspecified number of Negro and white high-scorers, however, were
found to come from a single predominantly Negro school. From this .

finding, Johnson and his associates leapt to the conclusion that '"pre- o -

dominantly Negro schools seem to be able to provide a quality

education. nl

£
*

S e

Such a conclusion seems unwarranted, for several reasons.

This exceptional Negro school is listed as being attended by middle-

BTN

- ; class students; the relative success, if it can be documented, thus | Vo

IR RO

reflects a class rather than a racial difference. Also, exceedingly

¥ few students are involved in these calculations; these are most highly

£ selected students from a great mass of poorly-educated children. The

fact that a handful succeeds is not exceptional; and it has no beneficial

-
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impact on those who fail. Following is a compilation, not presented by

I

Johnson: 1 ' §

.

Predicted and Actual Grades at the University of Illinois of
Graduates of 12 Chicago High Schools, by Race
September, 1963 - February, 1965 . 1

Origin of Predicted ‘Actual Percentile Number Percent i
Students grade-pt. grade-pt. ranking in of Negro [
average average high school Students 2
graduating > &
‘ class '
Six top- %
ranked high f
! schools 3.44 3.33 69 753 1 ‘
Six lowest- g K
ranked high ] L
schools 2.10 2.45 90 99 96 : NS

The racial differential in scholastic performance is overwhelming.
\ During 1959-1960, the U. S. Commission on Civil Rights
sponsored two conferences on desegregation. 2 Superintendents attended ~
from school systems in eighteen states and the District of Columbia.
Eleven of them spoke to the question of whether desegregation had
lowered academic standards in their systems. Nine said no and two yes.
All noted the initi-" lag of Negro students but most observed that special
~ : measures had invariably led to improvement. In 1958, seventy school
systems in various stages of desegregation were studied. 3 Two thirds
the number of schools were re-studied in 1963.4 Wey reports: 'In
1958 many teachers and principals felt that desegregation had neces-
sitated a lowering of some academic standards. ... In 1963 only two

out of forty respondents felt that the instructional program had been

-20 -
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handicapped by the placement of Negroes in formerly all-white schools.

Administrators and teachers stated over and over that they had a better

1
institutional program now than they had before desegregation began.

In Washington, D.C., after five years of desegregation, Negro

students 'performed somewhat better' than during the five years

preceding desegregation; at the same time, white students performed

"at least as well" as under segregation. 2 Morland compared the

-reading and arithmetic median scores of two ninth-grade classes in

P R g oo

Austin, Texas. 3 Following desegregation, these scores remained

b

essentially unchanged. A study of Evansville, Indiana, concluded that

the academic level of the school had not been '"noticeably lowered"

by desegregation.

Between 1957 and 1962, a minimal junior college program to

deal mainly with academic shortcomings of Negro students succeeded

in increasing the percentage who graduated from two to seven. -

In 1963, a sample of Chicago sixth-grade students took the '‘Word

Knowledge" section of the Metropolitan Achievement Test. Following

is a table of the median stanine of sixth-grade achievement test scores

by race and socioeconomic status of the school:6

Race, Class, and Achievement
In Chicago Schools, 1963

White Integrated Negro
Neighborhood School School School
High education status 6.0 5.0 5.0
Median education status 5.5 4.5 4.0

Low education status 5.0 4.0 3.0
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The New York City Demonstration Guidance Project exemplifies

a project which was interracial but whose ethnicity was not the focal point

iR T e e B

. 1 . . .
of attention. = Selected students in a predominantly Puerto Rican-Negro

junior high school were given extensive services and various special aids.

Over a period of 38 months, the median I Q score for 105 students rose

9. 3 points on the Pintner Test of General Ability. Compared with pre-

.
; project youngsters, nearly four times as many of those who went on to } :
: ! :
finish high school -~ itself a large number -- also entered college. o ¢
i %
The project, it should be noted, involved the movement of children from f’ ,
an ethnically segregated elementary school to an integrated high school. 2 ‘i 1
¢ III. Controlled Studies of the Effects of Desegregation \
Two studies have been made of desegregation in Oakland, e '
! ,
California, by Elliott and Badal and by the Dumbarton Research Council. 3 o »
» ‘Elliott and Badal tried to answer this question: ''"Does racial ¢ !
coraposition of the school make a difference in achievement when scho- {’
= ~,
lastic aptitude is controlled?' Their subjects were 4, 693 fifth graders j
N in October, 1962. Schools were classified by percent Negro: 80 per- 1 .‘

cent and over, 46 to 79 percent, 11 tc 45 percent, and 10 percent and

less. Every child took an aptitude test (SCAT) and three achievement

tests (STEP). Mathematics achievement scores rose as the percent
Negro enrolled fell. For the two -- out of six -~ highest ability levels

of children, the same held true for writing-achievement scores; for the

A e proviasa by Enic
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lower ability levels, no significant differences were found. Reading

achievement scores seemed altogether unaffected by racial composition

of school. All in all, concluded Elliott and Badal, racial composition
makes no important difference for achieveﬁent when scholastic apti-
tude is controlled. Thus, by implication, the importance of racial
desegregation was denied.

As the researchers themselves note, their study does not con-
cern changes brought about in individual children as much as in school
atmospheres. Without relating achievement atmospheres to classroom
behavior of specific children, it is difficult to see what value resides
in such a study. It is as difficult to explain the main outcomes as the
exceptions. Specifically lacking is a basis for assessing the irapact
of racially-mixed schools upon the learning of specific children. In
this real sense, the Elliott and Badal study is not a test of desegregation.

The Dumbarton study undertook to discover 'whether significant
differences would be observed between those Negroes whose elementary
school experience had been in segregated or predominantly Negro schools
and those whose experience had been in racially balanced schools; and,
similarly, between white children who had attended only all-white
elementary schools, or only racially ba}lanced schools. nl Some forty
percent 4of Oakland's public high school graduates had attended the city
schools continuously since entering first grade in 1953. After omission
of a number of these (Orientals, Spanish surname, and others), a
sample of 400 remained. A great number were interviewed.

- 93 -
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Summary achievement results are stated by the Liumbarton re-
searchers: ""White children perform better than Negro; Negroes in
racially mixed schools better than Negroes in segregated schools. nl
A social gulf exists between Negro and white children. Can the greater
academic achievement of Negroes in mixed schools be attributed to
social class differences ? The researchers point out that all Negro
children in the study were highly comparable with regard to parents' in-
comes, occupations, and educational achievement levels. These, of
course, are the variables customarily equated with socioeconomic
background. It would appear, then, that achievement differences between
both groups of Negro children are to be attributed to the beneficial
effect of interracial schooling. But the Dumbarton researchers fail to
make such a claim.

Instead, they point to a series of narrower social factors which,
en toto, might well account for the achievement differences among the
Negro students. Family factors predominate. Families of Negro
childfen attending racially mixed schools show the following differences
with children attending Negro schools:2

... Smaller families and greater family stability -- a
significantly higher proportion ... lived during their child-
hood with both natural parents; home ownership; a visiting
pattern which must mean more friendships between parents

and children of both races. The mother of the child in the

desegregated school was much more likely to be working
and less likely to be on welfare, and therefore less alienated

from and hostile toward the white world.
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White children, on the other hand, were found to achieve more in white-

segregated than in mixed schools. This difference, however, was
clearly a result of social class rather than color. Whites in all-white

schools were of a much higher social status that whites in mixed

[ 24

schools.

Unfortunately, the Dumbarton study is available only in draft

from. A full statistical analysis of test scores is still to be made. Un-
like the Elliott-Badal study, the present research is truly longitudinat.
it finds academic achievement to be benefited by desegregation. But it

tends to resolve the desegregation effect into various social class con-

stituents. No effort is made to separate out the precise relative

)
y % contributions of racial desegregation and socioeconomic status to achieve-
ment. Also, neither study attempts to discover whether the race-
: X o achievement tie is more salient for classrooms than for schools. It
* '“ | follows, too, that neither study undertook an analysis of ability grouping

to find whether the location of children reflects deliberate administrative

e e

decisions or inherent relationships of achievement and ethnicity.
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tallings studied academic achievement both before and after
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desegregation in Louisville. After cne year, Negro achievement scores

ol bt

rose more than those of whites. ! Stallings, it should be observed, did

S e

not contrast differential achievement in segregated and desegregated

schools. Instead, he grouped all students of each race and compared

PO e e
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the two races. This procedure obscures the precise connections between
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desegregation and improved achievement. 1 Katz observed that academic
% achievement improvement occurred in segregated as well as desegregated
schools. Accordingly, such improved learning should be '"attributed to
factors other than desegregation, such as a general improvement in edu-
cational standards. n2 Nevertheless, Pettigrew points to the constructive

motivational effects of desegregation in raising the sights of Negro

children even when their schools continue to be segregated. 3
Between 1958 and 1967, fourteen studies of learning under dese-

gregation were made. For the most part dealing with an experiment in

; a single school system, they must be adjudged more or less rigorous.
Following is a discussion of these studies.

Samuels conducted a study in New Albany, Indiana, which sought
to discover whether school learning proceeded at comparable rates for

Negro and white children when children were fir